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Abstract 


The purpose of the present study was to develop a reliable and valid scale that assesses teachers’ classroom 
leadership. Based on interviews with students and teachers and a review of literature, scale items were created 
for teachers’ roles and responsibilities in leading students. Two independent samples participated in the study: 
407 high school students during item generation and 594 high school students during scale validation. A principal 
component analysis revealed that the scale’s 25 items contained four factors (i.e., interaction, motivation, in-class 
processes, and out-of-school processes) and explained over 54% of the total variability. Confirmatory factor 
analyses indicated acceptable fit and reliability coefficients were also found to be acceptable. It was concluded 
that the TCLS is a valid and reliable instrument in assessing teachers’ classroom leadership. 
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Oz 

Bu galismanin amaci, 6gretmenlerin sinif liderligini belirlemeye yardimci olacak gecerli ve giivenilir bir 6lgme 
araci gelistirmektir. Ogrenci ve 6gretmenlerle yapilan gériigmelere ve alanyazin incelemesine dayali olarak 68- 
retmenlerin 6grencilere liderlik etmekle ilgili rol ve sorumluluklarina y6nelik Glgek maddeleri olusturulmus- 
tur. Arastirma kapsaminda, birinci agama uygulamast icin 407, ikinci agama uygulamasi icin 594 lise 6grencisine 
ulasilmistir. Agimlayici fakt6ér analizi, 25 maddeden olusan 6lcegin, toplam varyansin % 54’tinti aciklayan dort 
faktérlii (etkilesim, motivasyon, sinif igi sirecler ve okul digi strecler) bir yapi gésterdigini ortaya gikarmuistir. 
Doérulayici faktor analizi sonuclari kabul edilebilir uyum géstermistir. Olcek icin giivenilirlik katsayilari da kabul 
edilebilir diizeydedir. Buna gore, Ogretmen Sinif Liderligi Olcegivnin gecerli ve giivenilir bir 6lgme araci oldugu 
sonucuna ulasilmistir. 
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Introduction 


Studies examining teacher leadership have witnessed an increase in leaders- 
hip approaches asserting that leadership should be shared by all stakeholders in 
schools, and especially by teachers. The concept of teacher leadership is defined 
as teachers’ directing both students and learning processes at the classroom level 
(Day & Harris, 2003; Ertesvag, 2009), taking a leading role vis-a-vis their colle- 
agues, other school stakeholders, and participating the administration processes 
at the school level (Can, 2009; Katzenmeyer & Moller, 2013; Muijs & Harris, 
2006). Wenner and Campbell (2017) assert that: (i) studies on teacher leaders- 
hip have entered a profound process of institutionalization in the past 10 years, 
especially in the US and the UK, (ii) related courses of study have been opened 
in universities, (iii) related civil society initiatives have started to emerge, and (iv) 
the concept’s specific scientific activities are frequently discussed in academic 
circles. This increased interest in teacher leadership has led not only to efforts 
being made to define and assess standards related to teacher leadership but also 
to the establishment of a large number of regional or national institutions like the 
National Board for Professional Teaching Standards (NBPTS), the Teacher Lea- 
dership Exploratory Consortium (TLEC), and the National College for Teaching 
and Leadership (NCTL). Despite being heavily discussed over the past 30 years, 
the conceptual and functional definitions of teacher leadership have yet to be de- 
lineated (Neumerski, 2012; Wenner & Campbell, 2017; York-Barr & Duke, 2004). 


The concept of teacher leadership is dealt with in the context of the roles and 
responsibilities of teachers at school level beyond the class boundaries (Barth, 
2001; Can, 2007; Katzenmeyer & Moller, 2013; Muijs & Harris, 2006; Wenner & 
Campbell, 2017). In the 80s, the school leadership debate, which focused on dis- 
tributing the school principal’s authority to all stakeholders, particularly teach- 
ers, revealed the approach of the teacher to share leadership in the school (Muijs 
& Harris, 2003; Smylie & Denny, 1990). In this context, teacher leadership is 
defined as related to teachers’ roles such as contribution to school vision, devel- 
opment of colleagues, and solution of school problems, participation in school 
management, strengthening school and community relations. Teacher leadership 
concept is generally evaluated in such dimensions as institutional development, 
professional development and cooperation with colleagues (Beycioglu & Aslan, 
2010; Demir, 2014; Muijs & Harris, 2006). For teacher leaders, roles such as 
sharing their expertise knowledge and experience with colleagues, continuous 
learning, being involved in research projects, consulting with new teachers, ac- 
tive participation in school decisions, influencing school policy are highlighted 
(Henderson & Barron, 1995). This approach to the phenomenon of teacher lead- 
ership may also predict intermediate forms between the school principal and 
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the teacher, which include counseling for the classroom processes of other col- 
leagues by a specially trained teacher (Danielson, 2007; Neumerski, 2012). In 
this sense, which is widespread in the American education system and also shows 
similarities with many years of applied educational sciences model in Turkey 
(Ankara Universitesi Egitim Bilimleri Fakiiltesi Mezunlari Izleme Arastirmasi 
[AU], 1995), experts who are employed in schools or central educational insti- 
tutions with the task of teacher leadership can also teach part-time. They also 
take responsibilities such as curriculum design, production of content, sharing 
experiences among colleagues, and guides the teachers (Association for Supervi- 
sion and Curriculum Development [ASCD], 2014; Boston Teacher Leadership 
Certificate Program [BTLC], 2018; Pasco County Schools [PCS], 2016). 


As an alternative to the teacher leadership approach focusing on teachers’ 
leadership roles at the school level, Ertesvag (2009) mentions a separate appro- 
ach in the literature that focuses on teachers’ in-class leadership roles. Studies 
that emphasize teachers’ leadership roles in the classroom in particular and that 
define the teacher as a classroom leader and students as her/his followers has att- 
racted the attention of researchers (Cheng, 1994; Ertesvag, 2009; Pounder, 2014). 
This specific approach presents a leadership framework for teachers who not only 
disavow formal leadership roles like department chairs, department heads, union 
representatives, commission president, and education trainers but also seek to be 
have closer relationships with their students. Essentially, while a large number 
of studies focusing on teachers’ leadership roles in the classroom (Beycioglu & 
Aslan, 2010; Demir, 2014; Smylie & Denny, 1990; Sugg, 2013) sufficiently assess 
teachers’ classroom leadership roles, they generally perform indirect assessments 
or severely limit their scope. The concept of classroom leadership consists of an 
approach that addresses teacher leadership in a classroom and student context 
(Cheng, 1994; Ertesvag 2009, Pounder, 2006; Pounder, 2014). More specifically, 
the following roles find themselves at the fore of qualities related to teachers’ 
classroom leadership: (i) subject and curriculum expertise, (ii) innovativeness, 
(iii) investigativeness, (iv) data use and assessment, (v) teaching facilitation, (vi) 
teaching leadership, (vii) professional teacher development, (viii) communica- 
tion with families and the greater community, (ix) personal skills development, 
and (x) intimacy with students (Crowther, 2009; Henderson & Barron, 1995; 
TLEC, 2011). Cheng (1994) categorizes teachers’ classroom leadership charac- 
teristics similarly to leadership theories, as being either task-oriented or relati- 
on-oriented. Accordingly, an approach that emphasizes curricular acquisitions 
and achievement, strong communication with students, or a combination of both 
should be embraced in student-teacher interactions. 


When a general evaluation is made about the conceptual development pro- 
cess of the phenomenon of teacher leadership, sharing of leadership and power 
of the school principal with teachers draws attention. In this process, leadership 
roles such as mentoring, coaching, and formative teaching constitute an impor- 
tant focus of teacher leadership. Current debates evolved into an approach that 
does not distinguish the teacher from the class on the basis of basic teaching roles, 


141 


Esra Karabag Kose 


but aims to make their effects beyond the class a part of school culture (ASCD, 
2014; Beachum & Dentith, 2004; Danielson, 2007). In spite of the increase in the 
interest of researchers in teacher leadership especially in basic education and 
secondary education (Beycioglu & Aslan, 2010; Demir, 2014; Harris & Muijs, 
2003; Harrison & Killion 2007; Sugg, 2013), it can be said that the approaches in 
the context of leading the students have been more in the background with the 
effect of the organization based paradigm in the management literature (Smylie 
& Denny, 1990). Within this framework, although there is an increase in the stu- 
dies evaluating the teacher as a classroom leader, it can be argued that the roles 
and responsibilities of the teachers regarding the leading to the students should 
be discussed more. According to Harris and Muijs (2003), as a leader, the pri- 
mary responsibility of the teacher is considering his/her classroom and students. 
Whether teacher leadership studies are focused on classroom processes or pro- 
fessional processes, the ultimate goal is to influence student learning (Wenner & 
Campbell, 2017; York-Barr & Duke, 2004). Bacanli (2018) emphasizes the regu- 
lation of the teacher’s relation with the student as the most important problem of 
education system. Accordingly, it can be said that the primary focus of education 
is the quality of student-teacher interaction. It can be argued that almost all of 
the traits that highlighted for the leaders in the literature such as influencing 
followers with different characteristics, motivating them for common purposes, 
and revealing the inner energies of the audience also apply to teacher-student 
relations. On the other hand, in view of the fact that leadership characteristics 
can be improved through education, it is another important aspect of the subject 
that the teachers, as role models, are responsible for training the students. In this 
context, the responsibilities of teachers regarding the development of leadership 
skills of students are also emphasized by the Ministry of National Education in 
Turkey (MoNE, 2005, 2015). It can be argued that the role of teachers’ relative 
autonomy in classroom processes and their effects on students make it important 
to evaluate the leadership roles of teachers as role models for students. 


The institutional characteristics of the school has brought the concept of 
instructional leadership to educational management literature. The instructional 
leadership roles defined for school administrators include tasks directly related 
to classroom processes such as guiding the teaching process and evaluating the 
process, monitoring student development, coordinating the curriculum, and be- 
ing an instructional resource (Krug, 1992). According to Giimiiseli (2001), a prin- 
cipal, as an instructional leader, has responsibilities such as measuring, evaluat- 
ing and rewarding student achievement, integrating extracurricular activities into 
the curriculum, and providing technology and material support to the teaching 
process. A more inclusive approach to instructional leadership generalizes this 
phenomenon to the behavior of teachers as well as the school principal (Sigman, 
2002). In fact, this approach points to the importance of the direct effects of the 
leadership phenomenon at the classroom level. Therefore, in this context, it is 
important to examine the teacher’s leadership roles towards a classroom which 
could be considered as a small organization. 
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Another point that draws attention when the studies on teacher leadership is 
examined in the literature is that evaluating of the concept according to the opi- 
nions of teachers (Apaydin, Vilkinas & Cartan, 2011; Beycioglu & Aslan, 2010; 
Demir, 2014; Kiling, 2014; Kovag, 2011; Sugg, 2013; Smylie & Denny, 1990). On 
the other hand, in the multiple performance evaluation studies, opinions of all 
stakeholders, especially students, are taken into consideration (Keser-Ozmantar, 
2011). In this context, TCLS is also seen as important in terms of enabling the 
evaluation of the views of students in order to discuss the concept of teacher 
leadership in a multidimensional manner. 


This study seeks to develop a measurement tool that assesses the phenome- 
non of teacher leadership in the context of student-teacher interactions. Due to 
the divers perspectives on definition of teacher leadership, Wenner and Camp- 
bell (2017) highlight how researchers have defined this concept, discussing the 
explanations and importance of the roles focused on by researchers. Accordingly, 
an approach that defined teachers’ in- and out-of-class leadership roles vis-a-vis 
students as teacher classroom leadership (Cheng, 1994; Ertesvag, 2009; Pounder, 
2014) was conceived in the study where the TCLS was developed. The classroom 
in this specific context is held to be not merely a physical place but also as a gro- 
up. Consequently, the study focused on teachers’ leadership roles vis-a-vis stu- 
dents in both in-class and out-of-school processes. The primary objective Of this 
current study is to provide students the opportunity to assess not only teachers’ 
classroom leadership roles but also their abilities to lead students. It was aimed 
to develop a valid and reliable measurement tool that could serve to define teac- 
hers’ classroom leadership. This study has the potential to make an original cont- 
ribution to the related literature by allowing students the opportunity to assess 
teacher leadership in the context of student-teacher interactions. 


Method 


This research was designed as a scale development study. A combined in- 
ductive and deductive approach (Hinkin, 1995) was used in the development of 
the scale’s items. Consequently, interviews with both teachers and students were 
conducted to evaluate students’ opinions and expectations in regard to teachers’ 
leadership vis-a-vis students at the classroom level. Furthermore, studies exami- 
ning teacher leadership and the measurement tools that have been developed 
were investigated. Accordingly, a 96-item item pool based on the interview re- 
sults and a review of the literature was developed. In order to increase the scale’s 
content validity, a comprehensive item pool defining the qualities of educational 
leadership, transformational leadership, cultural leadership, ethical leadership, 
and visionary leadership was developed for teachers. De Vellis (2012) asserts that 
the preliminary item pool should be four to five times larger than the scale’s final 
form. In the current study, the preliminary item pool was roughly four times lar- 
ger than scale’s final 25-item form. In a focus group, five field experts investiga- 
ted potentially countervailing items, which resulted in the combination of certain 
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items and the entire removal of others from the scale. The scale’s items were 
theoretically categorized in the same focus group. Accordingly, the item pool 
was brought to its final form and a 39-item survey to be used in a pilot administ- 
ration during the study’s first phase was obtained. The first draft of the form was 
implemented with the participation of 25 high school students to gauge students’ 
ability to comprehend the scale’s items. In order to determine the validity and 
reliability of the survey form, a two-stage data collection study was conducted 
with secondary school students. According to Tezbagaran (2008), trial applica- 
tions may be repeated in order to obtain the desired number of items with the 
desired properties. During the initial examination of the first-stage pilot data, it 
was decided that those items with an item-total correlation of less than .50 would 
be removed from the scale (Karasar, 1995). During the second investigation, it 
was decided that for items similar in content, those with a high item-total corre- 
lation would remain in the scale whereas as others would be removed entirely. In 
deciding the criteria for removal, the theoretical categorization adopted by the 
focus group was taken as the basis. Upon the conclusion of the pilot application, 
a second-stage data collection study was conducted with a 25-item scale form. 


Sample 


The data were collected in two stages and two different groups of parti- 
cipants were reached. The study groups consisted of students from 9 different 
secondary schools in the central districts of Ankara. As factor analysis will be 
performed, it is aimed to reach at least 10 to 20 times the number of items of the 
scale in determining the number of samples (Tinsley & Tinsley, 1987; Nunnally 
& Bernstein; 1994). The cluster sampling method was used to provide the rep- 
resentation of different high school types in the sample selection. In the central 
districts of Ankara, different types of high schools were listed as clusters. 


In the pilot implementation 407, and the second validity and reliability stage 
594 voluntary high school students participated in the study. Of the participation 
students in the second stage, 209 (35%) are from the Anatolian high schools, 160 
(27%) are from science high schools, 140 (24%) are from vocational and techni- 
cal Anatolian high schools, and 85 (14%) are from imam hatip high schools; 132 
(22%) are 9th grade, 158 (27%) are 10th grade, 178 (30%) are 11th grade, 126 
(21%) are 12th grade students. When the distribution of the students by gender 
is examined, 317 (53%) are female and 277 (47%) are male. 


Data Analysis 


Before the analysis of the data some investigations were made on the data set. 
In order to evaluate the suitability of the data set for analysis, single and multiple 
normality were examined, and z-points and mahalonobis distance were calculated 
and outliers were removed accordingly (-2 < z < 2; p=.001). The kurtosis and skew- 
ness coefficients were analyzed to evaluate the normal distribution of the research 
data (see Table 1). Multicollinearity was evaluated by examining the correlation val- 
ues between scale items (r <.90) (Sencan, 2005; Tabachnick & Fidell, 2013). 
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Exploratory factor analysis (EFA) was performed to determine the construct 
validity of the measurement tool. The suitability of the data for factor analysis 
was determined by KMO (Kaiser-Meyer-Olkin) and Bartlett tests. According to 
this, the principal components factor analysis was applied with direct oblimin ro- 
tation. In determining the factor structure, the eigenvalues and scree graph were 
used. Confirmatory factor analysis (CFA) was performed to test the goodness of 
fit of 4-factor structure obtained by EFA. In order to evaluate the validity of the 
model; chi-square fit test (y2), goodness of fit index (GFI), adjusted goodness of 
fit index (AGFI), root mean square error of approximation (RMSEA), compara- 
tive fit index (CFI), and normalized fit index (NFI) were used. In order to deter- 
mine the discriminants of the items, the average of the lower and upper groups of 
27% was compared. Cronbach’s alpha, Spearman-Brown and correlation values 
between scale factors were calculated for the internal reliability of the scale. 


Findings 
Factor Structure of the TCLS 


According to results of the pilot administration, item-total correlations were 
examined. In the first evaluation, it was decided to remove seven items that item- 
total correlation was below .50. In the remaining 32 items, it was decided to keep 
the item with high item-total correlation in the scale. The other items which are 
considered to measure very close properties were removed. For example; item 14 
(establish positive communication with students) with high item total correlation 
was decided to be kept in the scale instead of the items 37 (open to communica- 
tion) and 39 (being accessible) which have lower item total correlation. 


In this way, seven items were removed from the scale and the remaining 25 
items were transferred to the second stage of the data collection process. 


Table 1 
Means, Standard Deviations and Kurtosis-Skewness Values 


Item x  SD_ Skewness Kurtosis Item Xx SD Skewness Kurtosis 


L1 3.58 1.06 -0.61 -0.36 L114 3.24 1.05 -0.28 -0.58 
12 3.02 1.18 -0.18 -0.92 L115 2.57 1.19 0.23 -0.95 
13 3.49 1.08 -0.42 -0.48 L16 =3.32 1.08 -0.37 -0.53 
14 3.61 1.00 -0.42 -0.45 L17)— 3.32 1.05 -0.28 -0.52 
L5 3.32 1.05 -0.37 -0.44 L18 3.13 1.14 -0.25 -0.69 
L6 3.35 1.12 -0.28 -0.64 L19 3.25 1.08 -0.12 -0.67 
L7 (3.53 1.14 -0.41 -0.68 L20) 3.09 1.11 -0.16 -0.73 
L8 3.03 1.15 -0.02 -0.78 L211) 3.15 1.18 -0.27 -0.77 
L9 2.55 1.19 0.36 -0.72 122) 3.16 1.13 -0.13 -0.77 
L10 2.66 1.16 0.27 -0.80 L23) 3.32 1.14 -0.36 -0.66 
Lil 2.33 1.13 0.54 -0.55 L24 2.66 1.11 0.14 -0.71 
LIZ) 2.38 «1.17 0.48 -0.73 L225 2.84 1.23 0.22 -0.90 
L113 2.96 1.19 0.06 -0.88 
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In the second stage, univariate and multivariate normality, linearity and 
multicollinearity analysis were performed to evaluate the data set’s meeting the 
required assumptions before the analysis of the structural validity of the data. 
In order to evaluate the univariate normality, the skewness and kurtosis values 
were examined. The mean and standard deviation values of the scale items and 
the kurtosis and skewness values (i.e., between -1 and +1) are given in Table 1. 


In terms of sample size, the KMO test was used to determine the suitability 
of the data set for factor analysis (KMO=.94). The results of the Bartlett test 
performed for the suitability of the data for factor extraction indicate that the 
data are suitable for factor analysis (X? (594) =5677.604; p<.0001). 


The results of the exploratory factor analysis on the second stage data are 
given in Table 2 after the necessary assumptions are met. 


Table 2 
Results of Exploratory Factor Analysis 


Component 
1 2 3 4 

respect to students. 703 
behave fairly toward all students. 606 
love their work. 547 
are respected among students. 503 
are positive examples for students. 625 
provide effective moral support for success. .646 
point students to big goals -766 
offer students new perspectives. 619 
conduct extracurricular activities to support students’ academic achie- 657 
vement. 


take an interest in students in- and out-of-school problems. 587 
organize extracurricular social activities to strengthen communication 
with students. 

interact with students through social media and other digital platforms. .670 
are in positive communication with parents. 561 


.749 


establish positive communication with students. 620 
are open to criticism. 543 
are accepting toward students. 720 
praise students. 13 
trust students. 505 
emphasize shared classroom values and work for their acceptance. 427 
value students feelings and thoughts. 527 
involve students in classroom decisions. 526 
make good use of technology. 713 
design lessons that are appropriate for students’ levels. 578 
make classes interesting. .664 
provide a variety of resources and materials in their classes. 639 
Eigenvalue 9.67 1.60 1.26 1.07 
Explained variance 38.63 6.42 5.03 4.26 
Total variance 54.34 
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When Table 2 is examined, it is understood that according to the results of 
the EFA, the scale shows a four-factor structure with an eigenvalue greater than 
1 and that can explain 54% of the total variance. In the evaluation of factor loads, 
at least .32 level is taken as the basis, and for each substance that gives more than 
one factor, the value between the two components is at least .10 (Tabachnick & 
Fidell, 2013). 


Confirmatory Factor Analysis 


CFA was used to evaluate the model fit of the four-factor structure obtained 
as a result of EFA. In addition, for the single-factor structure and for the second- 
order four-factor structure, separate DFA models were created. The CFA results 
are given in Figure 1. 


L25 


L24 


L23 


L22 


L21 


Teacher 
Classroom 
Leadership 


Figure I. Results of confirmatory factor analysis 


In the models seen in Figure 1, the standard coefficients between the ob- 
served variables and latent variables were found to be statistically significant (p 
= .01). According to Meydan and Segsen (2011), some scales are multi-factor in 
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the second level due to their structure. The second level multifactorial structure 
shows that the factors are combined under a larger and more inclusive upper 
factor. In this context, second level DFA was performed to evaluate the sub- 
components of the scale. In addition, as an alternative to the four-factor model 
revealed by AFA results; the confirmatory factor analysis was repeated for the 
one-factor theoretical model of the scale. Fit index for alternative models are 
given in Table 3. 


Table 3 

CFA Fit Index 
Models Explanation x’/sd RMSA NFI CFI GFI AGFI 
Modell Single factor theoretical model 2.64 .06 85 90 86.83 
Model2 4 factor model by EFA 2.44.04 91 395. 93°. 91 
Model3 — Second order model 2.43.04 91 95) 9391 


When Table 3 is examined, it is seen that the single factor and four fac- 
tor structures of the scale reveal model fit at acceptable levels (Cole, 1987; Ta- 
bachnik & Fidell, 2013). However, it is understood that the 4-factor model has 
a stronger fit. Model modifications have allowed the RMSEA to increase from 
acceptable level to good level, however, there was no change in other fit indices. 


In the structure of the validated factor, according to the expert opinion, in 
accordance with the conceptual structure it was decided that; the first factor, 
consisting of 1, 2, 3, 4,5, 14, 15, 16, 17 and 18 items, is the interaction; the second 
factor, consisting of items 6, 7, and 8, is motivation; 3rd factor, consisting of 9, 10, 
11, 12, and 13 items, is out of school processes; and the 4th factor, consisting of 
19, 20, 21, 22, 23, 24 and 25 items, is in-class processes. When the standardized 
path coefficients of the second level CFA are examined, the sub-factors that best 
explain the class leadership of the teachers are; interaction (.93), in-class proces- 
ses (.90), motivation (.81) and out-of-school processes (.78). 


Reliability and Discriminant Validity 


In order to test the reliability of the scale, internal consistency coefficients 
and correlations between the sub-components of the scale were evaluated. The 
results of the analysis are given in Table 4. 
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Table 4 
Reliability and Correlations between Sub-scales 


Spearman 1 2 3 4 


x eda Brown 
i waa ae 
2. Interaction 3.17 .79 84  .79 92" 1 
3. Motivation 3.39 .78 81 .74 75* 64" I 
4. Out-off school processes 2.58 .81 .73  .73 78*  59*  S1* 1 
5. In-class processes 3.02 81 .74  .71 88" .72* .o7* 259* 


n= 594; *p < .001 


It is seen that the internal consistency coefficients for the whole scale and 
its sub-dimensions are over .70. The correlations of the sub-components with 
each other and total scale also indicate that the internal consistency of the scale 
is high. When the correlation values between the scale sub-factors are examined 
in terms of multicollinearity, it is seen that these values (r7<.5) do not require 
factor combination (Btyiik6ézttirk, 2005). 


In order to examine the discriminant validity of the scale, two groups of up- 
per and lower 27% were formed. The differentiation between these two groups 
was examined by independent sample ¢ test. Table 5 presents the results of t-test 
for discrimination. 


Table 5 
Results of t-test for Discrimination 


Groups n x SS t 


Lower 160 2.24 .26 
Total TCLS 57.515" 
Higher 160 3.90 .26 


*p < .001 


When Table 5 is examined, it is seen that the difference between the stu- 
dents in different groups is statistically significant. Accordingly, the discrimina- 
tory power of the scale was found to be high. 


Discussion 


The study concluded that the scale, itself composed of the sub-dimensions 
interaction, motivation, in-class processes, and out-of-school processes, was a 
valid and reliable tool for measuring teachers’ classroom leadership. The sta- 
tistically confirmed theoretical model described by the research’s deductive 


149 


Esra Karabag Kose 


and inductive approach defines teacher classroom leadership under the sub- 
dimensions of strong student-teacher interactions, student motivation, teachers’ 
displaying strong teaching leadership, and interacting with students outside of 
school. The factors that best explain teachers’ classroom leadership are, respec- 
tively: interaction, in-class processes, motivation, and out-of-school processes. A 
high score in the sub-dimension interaction is an indicator of strong and positive 
student-teacher interaction, a high score in in-class processes indicates that the 
teacher exhibits strong teaching leadership qualities, a high score in motivation 
signifies that teachers positively and effectively motivate their students, and a 
high score in out-of-school processes indicates that the teacher’s leadership qu- 
alities outside of the school are strong. Similar studies are found in the literatu- 
re that define teachers’ in-class and out-of-school interaction with students and 
their leading of students as teacher classroom leadership (Cheng, 1994; Ertesvag, 
2009; Pounder, 2014). 


Studies endeavoring to measure teacher leadership generally focus on le- 
adership roles at the school level instead of on those solely related to in-class 
processes (Beycioglu & Arslan, 2010; Can, 2007; Demir, 2014). Beycioglu and 
Arslan (2010) evaluated teacher leadership under the sub-dimensions of theore- 
tic development, professional development, and collaboration with colleagues. 
In the same study, they included a low number of items pertaining to student-te- 
acher interactions, among those included were trusting students and being trust- 
worthy to students. Similarly, Can (2007) focused on school-level processes like 
(i) contributing to the establishment of a strong school culture, (ii) partaking in 
decision-making processes, and (iii) active participation in team projects. Albeit 
to a somewhat lesser degree, Can also emphasized school-level processes like 
motivating students, influencing students, and fulfilling leadership roles in the 
same study. In a similar theoretical study on the culture of teacher leadership, 
Demir (2014) focused on the dimensions of professional collaboration, administ- 
rative support, and supportive work environment. The approach to teacher lea- 
dership based on a wide administrative context and interaction among teachers is 
commonly found in the literature (Muijs & Harris, 2006; Sugg, 2013; York-Barr 
& Duke, 2004). Additionally, an approach focusing on in-class related processes 
and student-teacher interactions is also found in the literature (Apaydin, Vil- 
kinas & Cartan, 2011; Can, 2009; Cheng, 1994; Pounder, 2014; Yilmaz, Oguz, 
& Altinkurt, 2017). In a similar vein, Ertesvag (2009) discussed the academic 
and emotional support dimensions of teacher classroom leadership. These sub- 
dimensions exhibit similarities with the dimensions of in-class processes, interac- 
tion, and motivation described through the TCLS. This being said, the TCLS is 
different in that it evaluates student-teacher interactions in the context of both 
in-class and out-of-school processes. 


In some studies, investigating teacher leadership based on student-teacher 
interaction, conceptual structures like interaction, transformative leadership, 
educational leadership, and competitive values are observed to be assessed either 
indirectly or within a limited scope (Apaydin, Vilkinas & Cartan, 2011; Kovag, 
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2011; Pounder, 2014; Pounder, 2006). TCLS can therefore be said to make an 
original contribution to the literature (i) by addressing teacher leadership based 
on student-teacher interactions despite its general acceptance of being based on 
schools’ administrative processes and (ii) by allowing the opportunity to perform 
a comprehensive evaluation of the conceptual framework of interaction together 
with its sub-dimensions. In this regard, TCLS is a valid and reliable measurement 
tool that examines the concept of teacher leadership from the vantage point of 
in-class processes and that assesses these processes based on student opinions. 


Recommendations 


According to the study’s results, the adaptive values for the single-factor sca- 
le were at an acceptable level. Consequently, it is recommended that the structu- 
re be tested with different sample groups. Furthermore, designing a scale measu- 
ring teachers’ perceptions toward classroom leadership by adapting the current 
scale to accommodate samples composed of teachers will further enlarge its field 
of use in empirical studies. Similarly, the scale’s psychometric characteristics can 
be tested on both lower and higher levels of education. From a research and 
administrative standpoint, it is also recommended that the scale be used by prac- 
titioners to define teachers’ classroom leadership levels. In regard to the current 
study, since no similar scale defining teachers’ classroom leadership was found 
to exist, no validity study for a similar scale was found to have been conducted. 
Therefore, the TCLS may henceforth be used for scale validity in future studies 
focusing on teachers’ in-class leadership roles. 
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Giris 

Ogretmen liderli3i ile ilgili arastirmalar, liderliZin basta 6retmenler olmak 
uzere tim okul paydaslari ile paylasilmasin1 temele alan liderlik yaklasimlarty- 
la birlikte artis géstermistir. OSretmen liderligi kavrami, 6Sretmenlerin sinif 
diizeyinde 6grencilere ve 6gretim stireclerine (Day ve Harris, 2003; Ertesvag, 
2009), okul diizeyinde ise meslektaslarina, okulun diger paydaslarina ve yOnetim 
sureclerine liderlikleri olarak tanimlanmaktadir (Can, 2009; Katzenmeyer ve 
Moller, 2013; Muijs ve Harris, 2006). Wenner ve Campbell (2017) 6gretmen li- 
derligi ile ilgili caligmalarin, 6zellikle ABD’de, son 10 yilda cok 6nemli bir ku- 
rumsallagma stirecine girdigini; tiniversitelerde programlarin agildigim, sivil top- 
lum inisiyatiflerinin olusmaya basladigini ve kavramin 6zel bilimsel etkinliklere 
sikhkla konu edildigini vurgulamaktadir. OSretmen liderligine artan ilgi, 6zellik- 
le ABD ve Ingiltere’de, Mesleki OSretim Standartlar1 Ulusal Kurulu (NBPTS), 
Ogretmen Liderligi Aragtirma Konsorsiyumu (TLEC), Ogretim ve Liderlik 
Ulusal Koleji (NCTL) gibi bélgesel ya da ulusal diizeyde pek cok kurulusun da 
6gretmen liderligi ile ilgili standartlar tanimlama ve degerlendirme siiregleri 
olusturma gabalarini beraberinde getirmistir. Bununla birlikte, son 30 yildir yo- 
gun tartisilan bir kavram olmasina kargin, 6gretmen liderliginin kavramsal ve 
islevsel olarak henitiz net bir tanimlamasinin yapilamadigi vurgulanmaktadir (Ne- 
umerski, 2012; Wenner ve Campbell, 2017; York-Barr ve Duke, 2004). 


Ogretmen liderligi kavrami alanyazinda yogunlukla 6gretmenlerin, sinif si- 
nirlarinin 6tesinde okul diizeyindeki rol ve sorumluluklar1 baglaminda ele alin- 
maktadir (Barth, 2001; Can, 2007; Katzenmeyer ve Moller, 2013; Muijs ve Harris, 
2006; Wenner ve Campbell, 2017). 80’li yillarla birlikte, okul miidtirtiniin otori- 
tesinin basta 6gretmenler olmak tizere tiim paydaslara dagitilmasina odaklanan 
okul liderligi tartigmalari, 6gretmenin de okuldaki liderligi paylagmasi yaklasi- 
mini ortaya cikarmistir (Muijs ve Harris, 2003; Smylie ve Denny, 1990). Bu cer- 
cevede 6gretmen liderligi; okul vizyonuna, meslektaslarinin gelisimine, okuldaki 
sorunlarin ¢6zimtine katki saglamak, okul yGnetimine katilmak, okul ve toplum 
iliskilerini giiglendirmek gibi roller tizerinden tanimlanmakta ve kurumsal gelis- 
me, mesleki gelisim ve meslektaslarla isbirligi gibi boyutlarda degerlendirilmek- 
tedir (Beycioglu ve Aslan, 2010; Demir, 2014; Muijs ve Harris, 2006). Bir lider 
olarak 6gretmenler icin; uzmanlik bilgi ve tecrubesini meslektaslari ile paylagma, 
stirekli 6grenme, arastirma projelerine dahil olma, yeni 6gretmenlere danigman- 
lik yapma, okul kararlarina etkin katilma, okul politikasina etki etme gibi roller 
éne cikmaktadir (Henderson ve Barron, 1995). Ogretmen liderli3i olgusuna bu 
yaklagim, 6zel olarak egitim almis bir 6gretmene ya da 6gretmenler grubuna diger 
meslektaslarinin sinif ici stirecleri igin takip ve danigsmanlik rolleri tanimlayan, 
okul miidiirti ile 6gretmen arasinda yer alan ara formlar da 6ng6rebilmektedir 
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(Danielson, 2007; Neumerski, 2012). Amerikan egitim sisteminde yaygin karsi- 
lagilan ve Tiirkiye’de uzun yillar uygulanan e@itim bilimleri modeli (Ankara Uni- 
versitesi Egitim Bilimleri Fakiiltesi Mezunlari Izleme Aragtirmasi [AU], 1995) ile 
de benzerlikler gdsteren bu uygulamada, d6gretmen liderligi gorevi ile okullarda 
ya da merkezi kurumlarda istihdam edilen ve yar zamanli olarak 6gretmenlik de 
yapabilen 6gretmen liderleri, miifredat tasarim1, icerik tiretimi, meslektaslar ara- 
si tecriibe paylasim: gibi sorumluluklari tistlenmekte ve 6gretmenlere rehberlik 
etmektedir (Association for Supervision and Curriculum Development [ASCD], 
2014; Boston Teacher Leadership Certificate Program [BTLC], 2018; Pasco Co- 
unty Schools [PCS], 2016). 


Ertesvag (2009) 6gretmenin okul diizeyindeki liderlik rollerini tanmmlayan 
6gretmen liderligi yaklasimina alternatif olarak alanyazinda 6gretmenlerin sinif 
igindeki liderlik rollerine odaklanan ikinci bir 6gretmen liderligi yaklagimindan 
s6z etmektedir. Bu gergevede 6zellikle 6gretmenlerin sinif igi liderlik rollerini 
One cikaran ve 6gretmeni bir sinif lideri, 6grencileri de onun takipcileri olarak 
tanimlayan caligmalar dikkat cekmektedir (Cheng, 1994; Ertesvag, 2009; Poun- 
der, 2014). Bu yaklasim, ziimre baskanligi, béliim sefligi, sendika temsilciligi, 
komisyon baskanligi, egitim formatdrligii gibi formal liderlik rollerini benimse- 
meyen ve 6grencilere daha yakin olmayi 6nemseyen 6gretmenler icin bir liderlik 
gercevesi sunmaktadir. Esasen 6gretmenlerin okul diizeyindeki liderlik rolleri- 
ne odaklanan pek cok ¢alisma (Beycioglu & Aslan, 2010; Demir, 2014; Smylie 
ve Denny, 1990; Sugg, 2013), genellikle, 6gretmenin sinif ici liderlik rollerini 
g6z ardi etmemekle birlikte daha sinirli diizeyde ya da dolayli olarak degerlen- 
dirmektedir. Sinif liderligi kavrami ise 6gretmen liderligini sinif ve 6grenciler 
baglaminda ele alan bir yaklagim ortaya koymaktadir (Cheng, 1994; Ertesvag 
2009; Pounder, 2006; Pounder, 2014). Ogretmenlerin sinif igindeki liderlii ba’- 
laminda; alan ve mifredat uzmanligi, yenilikgilik, arastirmacilik, veri kullanim1 
ve degerlendirme, 6gretimin kolaylastirilmasi, 6gretim liderligi, mesleki 6gren- 
menin gelistirilmesi, ailelerle ve toplumla iletisim, kisisel kabiliyetleri gelistir- 
me, 6grencilerle yakindan ilgilenme gibi roller 6ne cikmaktadir (Crowther, 2009; 
Henderson ve Barron, 1995; TLEC, 2011). Cheng (1994) 6gretmenlerin sinif ici 
liderlik 6zelliklerini, liderlik kuramlarina paralel olarak, g6rev y6nelimli ve iliski 
yOnelimli olarak gruplandirmaktadir. Buna gére 6gretmen 6grencilerle etkilesi- 
minde; muifredat kazanimlarini ve basariyi, Ogrencilerle giicli bir iletigimi ya da 
bunlarin her ikisini de 6ne gikaran bir yaklagimi benimseyebilmektedir. 


Ogretmen liderligi olgusunun kavramsal gelisim siireci ile ilgili genel bir de- 
gerlendirme yapildiginda, okul midiiriiniin liderlik rollerinin ve giiciintin 6gret- 
menlerce de paylasilmasi anlayisinin etkileri g6rtilmektedir. Bu stregte mentor- 
luk, kogluk, formatér 6gretmenlik gibi liderlik gerektiren roller 6gretmen liderligi 
calismalarinin Gnemli bir odagini olusturmaktadir. Gincel tartismalar, temel 
6gretim rollerini esas alarak 6gretmeni siniftan ayirmayan ancak sinif 6tesindeki 
etkilerini de okul kiilttiriintin bir pargasi haline getirmeyi 6ngéren bir yaklasima 
evrilmistir (ASCD, 2014; Beachum ve Dentith, 2004; Danielson, 2007). Aras- 
tirmacilarin 6zellikle temel egitim ve ortadgretim diizeyinde 6gretmen liderli- 
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gine ilgilerindeki artisa karsin (Beycioglu & Aslan, 2010; Demir, 2014; Harris 
ve Muijs, 2003; Harrison ve Killion 2007; Sugg, 2013) y6netim alanyazinindaki 
orgiit temelli paradigmanin da etkisiyle, 6grencilere liderlik etmek baglamindaki 
yaklasimlarin daha arka planda kaldigi s6ylenebilir (Smylie & Denny, 1990). Bu 
cercgevede 6gretmeni bir sinif lideri olarak degerlendiren galigmalarda artis g6z- 
lenmekle birlikte, 6gretmenlerin Ogrencilere liderlik edebilmeleri ile ilgili olan 
rol ve sorumluluklarinin daha fazla tartigilmasi gerektigi ileri stiriilebilir. Harris 
ve Muijs’e (2003) gére, 6gretmenin bir lider olarak 6ncelikli sorumluluk alani 
sinifi ve 6grencileridir. OSretmen liderli3i caligmalari ister sinif ici siireclere, is- 
ter mesleki stireglere odaklansin her durumda nihai amaci 6grenci 6grenmesi- 
ni etkilemektir (Wenner & Campbell, 2017; York-Barr & Duke, 2004). Bacanli 
(2018) da egitimin en 6nemli sorunu olarak 6gretmenin 6grenci ile iligkisini dii- 
zenlenmesine vurgu yapmaktadir. Buna gore, egitimin 6ncelikli odaginin 6grenci 
6gretmen etkilesiminin niteligi oldugu sdylenebilir. Alanyazinda liderler igin 
vurgulanan; farkli 6zelliklere sahip izleyicileri etkilemek, onlari ortak amaclar 
dogrultusunda motive etmek, izleyicilerin igsel enerjilerini ortaya cikarmak gibi 
6zelliklerin hemen hemen tamaminin 6gretmen 6grenci iliskileri igin de gecerli 
oldugu séylenebilir. Liderlik 6zelliklerinin egitim yoluyla gelistirilebilir oldugu 
g6z Oniinde bulunduruldugunda, 6gretmenlerin birer rol modeli olarak, lider 
6grencilerin yetismesindeki sorumluluklari konunun bir diger 6nemli boyutunu 
olusturmaktadir. Bu baglamda 6grencilerin liderlik becerilerinin gelistirilmesi ile 
ilgili 6gretmenlerin sorumluluklan, Milli Egitim Bakanligi (MEB) tarafindan da 
vurgulanmaktadir (MEB, 2005, 2015). Sinif igi stireglerde 6gretmenlerin sahip 
olduklari gdreceli 6zerklik durumunun ve 6grenciler tizerindeki etkilerinin, 6g- 
renciler igin birer rol modeli olarak, 6gretmenlerin liderlik rollerinin degerlendi- 
rilmesini Gnemli hale getirdigi ileri striilebilir. 

Okulun kurumsal 6zelliklerindeki farklilasma, egitim yOnetimi alanyazinina 
6gretimsel liderlik kavramini kazandirmistir. Okul yOneticileri igin tanimlanan 
6gretimsel liderlik rolleri, 6gretim stirecine rehberlik etmek ve stireci degerlen- 
dirme, 6grenci gelisimini izlemek, miifredati koordine etmek, 6gretimsel kay- 
nak olmak gibi dogrudan sinif igi siireclere yOnelik gdrevleri igermektedir (Krug, 
1992). Giimiiseli’ye (2001) gore, bir 6gretim lideri olarak okul midiriintin; 6g- 
renci basarisini Glgmek, degerlendirmek ve 6diillendirmek, ders dis etkinlikleri 
miifredatla biitiinlestirmek, 6gretim stirecine teknoloji ve materyal destegi sag- 
lamak gibi sorumluluklar: s6z konusudur. Ogretim liderligine daha kapsayici bir 
yaklasim, s6z konusu olguyu, okul midiiriintin yani sira 6gretmen davranislarina 
da genellemektedir (Sigman, 2002). Esasen 6gretmenin 6ncelikli sorumluluk ala- 
ninda yer alan 6gretim liderligi gdrevlerinin okul yOnetimini de kapsayarak ku- 
ramsallasmasi, okulda liderlik olgusunun sinif dtiizeyindeki dogrudan etkilerinin 
6nemine isaret etmektedir. Dolayisiyla bu baglamda 6gretmenin kicik bir Orgiit 
olan sinifa yOnelik liderlik rollerinin de gok y6nlii olarak incelenmesi 6nemlidir. 


Oéretmen liderli3i ile ilgili caligmalar incelendiginde dikkat ceken bir baska 
nokta, alanyazinda kavramin yogunlukla 6gretmen gériislerine gére degerlendi- 
rilmesidir (Apaydin, Vilkinas & Cartan, 2011; Beycioglu & Aslan, 2010; Demir, 
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2014; Kiling, 2014; Kovac, 2011; Sugg, 2013; Smylie & Denny, 1990). Cok yénlii 
kurumsal degerlendirme calismalarinda basta 6grenciler olmak tizere egitimle il- 
gili tim paydaslarin gériisleri dikkate alinmaktadir (Keser-Ozmantar, 2011). Bu 
baglamda OSLO, 6retmen liderli3i kavraminin cok yOnlii tartigilabilmesi aci- 
sindan, 6gretmenin Oncelikli sorumluluk ve etki alaninda yer alan dgrencilerin 
goriislerinin degerlendirilmesine imkan tanimasi bakimindan da 6nemli g6riil- 
mektedir. 


Yukarida ele alinan kavramsal gercevede bu caligsma, 6gretmen liderligi ol- 
gusunu, 6gretmen ve dgrenci etkilesimi baglaminda degerlendirmeye yOnelik bir 
6leme araci gelistirmeyi amacglamaktadir. Wenner ve Campbell (2017), 6gretmen 
liderligi aragtirmalarinda, s6z konusu kavramin tanimlanmasindaki cesitlilik ne- 
deniyle, arastirmacilarin kavrami nasil tanimladiklarini ve kendi odaklandiklari 
rolleri net bir sekilde agiklamalarinin ve 6nemini vurgulamaktadir. Buna gére 
OSLO gelistirme calismasinda, 6gretmenlerin sinif icinde ve simif diginda 6gren- 
cilere liderlik etmekle ilgili rollerini 6gretmen sinif liderligi olarak tanimlayan 
yaklasim benimsenmistir (Cheng, 1994; Ertesvag, 2009; Pounder, 2014). Bu bag- 
lamda sinif kavrami, sadece bir mekan olarak degil, 6grenci grubu olarak ele 
alinmaktadir. Dolayisiyla calisma, sadece sinif igi stireclere degil sinif ve okul 
disi stireclerde 6gretmenlerin 6grencilere liderlikleri ile ilgili rollerine de odak- 
lanmaktadir. Arastirmanin temel amaci, 6gretmenlerin sinif liderligi ile ilgili 
rollerinin ve 6grencilere liderlik etme kapasitesinin, 6grenciler tarafindan de- 
gerlendirilmesine imkan saglamaktir. Bu kapsamda, 6gretmenlerin sinif liderli- 
gini belirlemeye yardimci olacak gecerli ve giivenilir bir 6lgme araci gelistirmek 
hedeflenmistir. Aragtirmanin 6gretmen liderliginin 6grenci-6gretmen etkilesimi 
baglaminda ve 6grenciler tarafindan degerlendirilmesine imkan tanimasi bak1- 
muindan ilgili alan yazina 6zgiin bir katki saglayacagi diisiintilmektedir. 


Yontem 


Arastirma bir 6lcek geligtirme caligmasi olarak tasarlanmistir. Olcek mad- 
delerinin olusturulmasinda, tiimevarimci ve tiimden gelimci yaklasim (Hinkin, 
1995) bir arada kullanilmistir. Bu kapsamda 6gretmen ve dgrencilerle gdriigsmeler 
yapilarak 6gretmenlerin sinif diizeyinde 6grenci liderligi baglamindaki 6grenci 
goriis ve beklentileri degerlendirilmistir. Ayrica 6gretmen liderligi ile ilgili yap1- 
lan calismalar ve hazirlanan dlgme araclari da incelenmistir. Buna g6re gértisme 
sonuclarina ve alanyazin incelemesine dayali olarak Glgek icin 96 maddelik bir 
madde havuzu olusturulmustur. Olcegin kapsam gecerliligini artirmak amaciyla, 
6gretmenler icin; 6gretimsel liderlik, d6ntisitmcii liderlik, ktilttirel liderlik, etik 
liderlik, vizyoner liderlik 6zelliklerini tanimlayan genis kapsamli bir madde havu- 
zu olusturulmustur. DeVellis (2012) baslangig asamasindaki madde havuzunun 
nihai 6lgek formunun 4-5 kati olmasinin uygun olacagin1 ileri stirmektedir. Bu ¢a- 
lismada baslangig madde havuzu 25 maddelik nihai formun yaklasik d6rt katidir. 
Maddeler tizerinde 5 alan uzmant ile bir odak grup ¢caligsmasi yapilmis ve birbirini 
karsilayabilecek maddeler 6lcekten cikartilmis bazi maddeler de birlestirilmistir. 
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Yine ayni odak grup ¢aligsmasinda, dlcegin kapsam gecerliligini incelemek tize- 
re, maddeler icin kuramsal siniflandirma ¢aligsmasi yapilmistir. Buna gdre madde 
havuzuna son sekli verilmis ve birinci agama pilot uygulama icin 39 maddelik 
bir anket formu elde edilmistir. Hazirlanan ilk taslak form igin 25 lise 6grenci- 
sinin katilimi ile uygulama yapilmis ve 6lcek maddelerinin 6grenciler tarafindan 
anlasulirlig: degerlendirilmistir. Anket formunun gecerlik ve giivenilirlik kanit- 
lari elde etmek tizere orta6gretim 6grencileri ile iki agsamali bir veri toplama 
calismasi yapilmistir. Tezbagaran’a (2008) gére deneme uygulamalani, istenilen 
nitelikte madde sayisi elde etmek tizere tekrarlanabilmektedir. Birinci agama pi- 
lot verisi tizerinde yapulan ilk incelemede, madde toplam korelasyonu .50 altinda 
kalan maddelerin 6lcekten cikartilmasina karar verilmistir (Karasar, 1995). Ikinci 
incelemede ise odak grup calismasindaki kuramsal siniflandirma esas alinarak, 
birbirine yakin kapsamda degerlendirilebilecek maddeler igin, madde-toplam 
korelasyonu yiiksek olan maddenin 6lgekte tutulmasina diger maddelerin cikar- 
tilmasina karar verilmistir. Pilot uygulama sonucunda elde edilen 25 maddelik 
6lcek formu ile ikinci agama veri toplama caligsmasi yiiriitiilmisttir. 


Evren ve Orneklem 


Verilerin iki agamada toplandigi arastirmada iki fark katilimci grubuna ula- 
suUmistir. Calisma gruplarin1 Ankara merkez ilgelerinde yer alan farkli tiirlerde- 
ki 9 ortadgretim okulunda 6grenimlerini stirdiiren 6grenciler olusturmaktadir. 
Fakt6r analizi yapilacagi icin, 6rneklem sayisinin belirlenmesinde 6lgek madde 
sayisinin en az 10 ila 20 katina ulasmak hedeflenmistir (Tinsley ve Tinsley, 1987; 
Nunnally ve Bernstein; 1994). Orneklem seciminde farkl: lise tiirlerinin temsili- 
yetini saglamak tizere ktime 6rnekleme yéntemi kullanilmistir. Ankara merkez 
ilgelerinde farkli tiirdeki liseler kiime olarak listelenmis ve 6rnekleme alinacak 
okullar her kiimeden tesadiifi olarak belirlenmistir. Iki asamali olarak yiiriitiilen 
veri toplama siirecinin birinci agama pilot uygulamasinda 407, gecerlik ve giive- 
nirlik analizlerinin yapildigi ikinci agama uygulamada 594 géniilli lise 6grencisi 
arastirmaya katilmistir. Ikinci asama uygulamada arastirmaya katilan 6grencile- 
rin; 209’u (% 35) anadolu lisesi, 16071 (% 27) fen lisesi, 14071 (% 24) mesleki ve 
teknik anadolu lisesi ve 857i (% 14) imam hatip lisesi; 132’si (%22) 9. sinif, 15871 
(%27) 10. sinif, 17871 (%30) 11. sinif ve 126’s1 (%21) 12. sinif 6Srencilerinden 
olusmaktadir. Ogrencilerin cinsiyete gdre dagilimlari incelendiginde 317’si (% 
53) kadin, 277’si (% 47) erkek seklindedir. 


Verilerin Analizi 


Arastirma kapsaminda toplanan verilerin analizinden Gnce veri seti tizerinde 
bazi incelemeler yapilmistir. Bu kapsamda veri setinin analize uygunlugunu de- 
gerlendirmek tizere tekli ve goklu normallik degerlendirmeleri yapilmis, z puan- 
lari ve mahalonobis uzakligi hesaplanarak aykini degerler cikartilmistir (-2 < z < 
2; p=.001). Arastirma verisinin normal dagilim durumunu degerlendirmek tizere 
basiklik ve carpiklik katsayilari incelenmistir (bkz. Tablo 1). Olgek maddeleri ara- 
sindaki korelasyon degerleri (r < .90) incelenerek coklu baginti varsayimlarini 
karsilama durumu degerlendirilmistir (Sencan, 2005; Tabachnick ve Fidell, 2013). 
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Oleme aracinin yapi gecerlilizini belirlemek iizere 6ncelikle acimlayici fak- 
tér analizi (AFA) yapilmistir. Verinin fakt6r analizi icin uygunlugu KMO (Kai- 
ser-Meyer-Olkin) ve Barlett testleri ile belirlenmistir. Buna gére temel bilegenler 
analizi yapilmis ve degiskenler arasindaki iliskiden dolay1 egik déndtirme kulla- 
nilmistir. Fakt6r yapisinin belirlenmesinde 6zdegerlerin 1’den biyitik olma kurali 
ile yamac-birikinti grafigi kullanilmistir. AFA ile elde edilen 4 fakt6érlii yapinin 
uyum iyiligini test etmek tizere ise dogrulayici fakt6r analizi (DFA) yapilmistir. 
Modelin gecerliligini degerlendirmek tizere uyum iyiligi indekslerinden; Ki-Kare 
Uyum Testi (x2), lyilik Uyum Indeksi (GFI), Diizeltilmis lyilik Uyum Indeksi 
(AGFI), Yaklasik Hatalarin Ortalama Karekékii (RMSEA), Karsilagtirma- 
lh Uyum Indeksi (CFI), ve Normlastirilmig Uyum Indeksi (NFI) kullanilmistir. 
Maddelerin ayirt ediciliklerini belirlemek amaciyla % 27'lik alt ve st grup orta- 
lamalari karsilastirilmistir. Olcegin ig gitvenirligi icin Cronbach alfa, Spearman- 
Brown ve Olcek faktérleri arasindaki korelasyon degerleri hesaplanmistir. 


Bulgular 
OSLOniin Fakt6r Yapist 


Birinci agama pilot uygulama sonucunda, 6lgek maddelerinin madde-top- 
lam korelasyonlar: incelenmistir. IIk degerlendirmede, madde-toplam korelas- 
yonu .50’nin altinda kalan 7 maddenin dlgekten gikarilmasina karar verilmistir. 
Kalan 32 madde icerisinde gok yakin 6zellikleri dlgtigi diistintilen maddelerden 
madde toplam korelasyonu yiiksek olan maddenin 6l¢ekte tutulmasina ve diger 
maddelerin gikartilmasina karar verilmistir. Ornegin; 14. madde (6grencilerle iyi 
bir iletisim kurarlar), 37. madde (iletisime agiktirlar) ve 39. madde (ulasulabilir 
kisilerdir) maddelerinden yiiksek madde toplam korelasyonuna sahip olan 14. 
maddenin 6lcekte tutulmasina diger maddelerin ¢ikartilmasina karar verilmistir. 
Bu sekilde 7 madde daha 6lcekten cikartilmis ve kalan 25 madde ile ikinci agama 
veri toplama siirecine gecilmistir. 


Tablo 1 
Olcek Maddelerinin Ortalama Standart Sapma Basikhk ve Carpikhk Degerleri 


oe x SS_ Bastkhk Carpiklik ee x  SS_ Basikhk Carpiklik 

Ll 3.58 1.06 -0.61 -0.36 L114 3.24 1.05 — -0.28 -0.58 
L2 3.02 1.18  -0.18 -0.92 L1I5— 2.57 1.19 0.23 -0.95 
L3 3.49 1.08  -0.42 -0.48 L116 =3.32: 1.08 — -0.37 -0.53 
L4 3.61 1.00  -0.42 -0.45 L1I7) 3.32 1.05 — -0.28 -0.52 
L5 3.32 1.05  -0.37 -0.44 L18 3.13 1.14 = -0.25 -0.69 
L6 3.35 1.12 ~— -0.28 -0.64 L119 3.25 1.08 = -0.12 -0.67 
L7 3.53 1.14 -0.41 -0.68 L200) =63.09 1.11 = -0.16 -0.73 
L8 3.03 1.15 — -0.02 -0.78 L219 3.15 1.18 = -0.27 -0.77 
L9 2.55 1.19 0.36 -0.72 L122) 3.16 1.13 -0.13 -0.77 
L100 =—2.66 1.16 0.27 -0.80 L230 3.32 1.14 ~~ -0.36 -0.66 
Lil = 2.33 1.13 0.54 -0.55 L124 «2.66 1.11 0.14 -0.71 
L112) 2.38 1.17 0.48 -0.73 L25. 2.84 1.23 0.22 -0.90 
L13.— 2.96 1.19 0.06 -0.88 
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Ikinci agamada, arastirma verisinin yapisal gecerliligi ile ilgili analizler yapil- 
madan Once veri setinin gerekli varsayimlari kargsilama durumunu degerlendir- 
mek iizere, tek degiskenli ve cok degiskenli normallik degerlendirmeleri, dogru- 
sallik ve coklu baginti incelemesi yapilmistir. Arastirma verisinin tek degiskenli 
normallik durumunu degerlendirmek tizere basiklik ve carpiklik katsayilari in- 
celenmistir. Olcek maddelerine iliskin ortalama ve standart sapma de@erleri ile 
basiklik ve carpiklik degerleri Tablo 1’de yer almaktadir. Tablo 1’de 6lgek madde- 
lerinin basiklik ve carpiklik degerleri incelendiginde, -1 ve +1 araliginda yer alan 
degerlerin normallik varsayimini karsiladigi g6riilmektedir. 


Orneklem bityiikliiZii acisindan veri setinin faktér analizine uygunlugunu 
degerlendirmek tizere yapilan KMO testi degeri yeterli bulunmustur (KMO=.94). 
Veri setinin faktér cikarmaya uygunlugu icin yapilan Bartlett kuresellik 
testi sonuclari da verinin fakt6r analizi icin uygun oldugunu géstermektedir 
(X? (594) =5677.604; p< .0001). 

Gerekli varsayrmlarin karsilanmasi Uzerine, ikinci agama verileri tizerinde 


yapilan agimlayici fakt6r analizi sonuglari Tablo 2’de yer almaktadir. 


Tablo 2 
Acumlayici Faktor Analizi Sonuclan 


Bilesen 


1 2 3 4 


. OSrencilere saygi gésterirler. .703 
. tim Ogrencilere adil davranirlar. 606 
. iglerini severek yaparlar. 547 
. OSrenciler arasinda sayginliga sahiptirler. .503 
. OSrenciler igin iyi bir 6rnektirler. 625 
. basar1 icin etkileyici telkinlerde bulunurlar. .646 
. biytik hedefler gésterirler. 766 


. OSrencilere yeni bakis agilari kazandirirlar. 619 


Oo AND NM FW YY 


. 6grencileri akademik basarilarini destekleyecek okul disi 


etkinliklere yonlendirirler. 67 


10. 6grencilerin ders ve okul disindaki sorunlari ile ilgile- 


: 587 
nirler. 


11. okul disinda 6grencilerle iletisimi giiglendirecek sosyal 


etkinlikler diizenlerler. ae 


12. 6grencilerle sosyal medya vb. dijital platformlarda etki- 


lesim kurarlar. .670 


13. velilerle iyi bir iletigim igerisindedirler. 561 


14. 6grencilerle iyi bir iletigim kurarlar. 620 
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Tablo 2 
Acumlayici Faktor Analizi Sonuclart (Devam) 
Bilesen 
1 2 3 4 
15. elestiriye agiktirlar. 543 
16. 6grencilere karsi hosg6riliidiirler. .720 
17. 6grencileri takdir ederler. 513 
18. 6grencilere giivenirler. 505 
19. sinifta ortak degerleri vurgular ve benimsenmesini sag- 407 
larlar. 
20. 6grencilerin duygu ve diisiincelerine deger veriler. 527 
21. sinifla ilgili kararlara 6grencileri ortak ederler. 526 
22. teknolojiyi iyi kullanirlar. .713 
23. dersleri 6grencilerin diizeylerine uygun hazirlarlar. 578 
24. dersleri ilgi cekici hale getirirler. 664 
25. derslerde kaynak ve materyal cesitliligini saglarlar. 639 
Ozdeger 9.67 1.60 1.26 1.07 
Agiklanan Varyans 38.63 6.42 5.03 4.26 
Toplam Varyans 54.34 


Tablo 2 incelendiginde AFA sonuclarina gére 6lgegin, 6zdegeri 1’den biiytik 
olan ve toplam varyansin %54’tinti agiklayabilen dért faktérlii bir yap1 gdsterdi- 
&i anlagilmaktadir. Faktor yiiklerinin degerlendirilmesinde en az .32 diizeyi esas 
alinmis, birden fazla fakt6re yuk veren her bir madde icin iki bilegen arasindaki 
degerin en az .10 olmasi benimsenmistir (Tabachnick ve Fidell, 2013). Analiz 
sonucunda binisik ve ilgisiz fakt6rlegen herhangi bir maddeye rastlanmamistir. 


Dogrulayici Faktor Analizi 


AFA sonucunda elde edilen dort faktérli yapinin model uyumunu degerlen- 
dirmek tizere DFA yapilmistir. Ayrica tek fakt6rlii yapi igin ve ikinci diizey dért 
fakt6rli yapi icin ayri ayr1 DFA modelleri olusturulmustur. DFA sonuclari Sekil 
Vde yer almaktadir. 
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Ogretmen 
Sunif 
Liderligi 


Sekil 1. Dogrulayici fakt6r analizi sonuclari 


Sekil 1’de gériilen modellerde, gézlenen degiskenlerle gizil degiskenler ara- 
sindaki standart katsayilarin istatistiksel olarak anlamli diizeyde oldugu g6riil- 
miistiir (p=.01). Meydan ve Sesen’e (2011) g6re, bazi 6leekler yapilari geregi 
ikinci diizey cok faktérlii Szelliktedir. Ikinci diizey cok fakt6rlii yapi, faktdrle- 
rin daha genis ve kapsayici bir tist fakt6r altinda birlestigini g6stermektedir. Bu 
baglamda 6lcegin alt bilesenlerini degerlendirmek tizere ikinci diizey DFA yapil- 
mustir. Ayrica AFA sonuclarinin ortaya koydugu dort fakt6rlii modele alternatif 
olarak; dleegin tek fakt6rlii teorik modeli icin de dogrulayici fakt6r analizi calis- 
masi tekrarlanmistir. Alternatif modellere iliskin uyum degerleri karsilastirmali 
olarak Tablo 3’te yer almaktadir. 
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Tablo 3. 

DFA Uyum De§gerleri 
Modeller Aciklama x7/sd RMSA NFI CFI GFI AGFI 
Model 1 Tek fakt6rlii teorik model 2.64 .06 85 90 86 .83 
Model 2 AFA 4 faktdrlti model 2.44 .04 91 9593 
Model 3 2. Diizey DFA modeli 2.43 .04 91 95 93 


Tablo 3 incelendiginde, dlcegin tek fakt6rlii ve dort fakt6rlii yapilarinin ka- 
bul edilebilir diizeylerde model uyumu ortaya koydugu gériilmektedir (Cole, 
1987; Tabachnik ve Fidell, 2013). Bununla birlikte 4 faktérli modelin uyumunun 
daha giiclii oldugu anlasilmaktadir. Olcek maddeleri icin hatalar arasi kovaryans- 
lari tanimlanmasi ile modelde yapulan iyilestirme, RMSA degerinin kabul edi- 
lebilir dizeyden iyi uyum diizeyine gikmasini saglamis diger uyum indekslerinde 
bir degisiklik olusturmamistir. 


Dogrulanan fakt6r yapisinda, uzman goriisleri dogrultusunda, kavramsal 
yapiya uygun olarak; 1, 2, 3, 4,5, 14, 15, 16, 17 ve 18. maddelerden olusan 1. fak- 
tértin etkilesim, 6, 7 ve 8. maddelerden olusan 2. fakt6riin “motivasyon”; 9, 10, 
11, 12 ve 13 maddelerden olusan 3. fakt6riin “okul disi stirecler” ve 19, 20, 21, 22, 
23, 24 ve 25. maddelerden olusan 4. fakt6riin “sinif igi surecler” olarak isimlen- 
dirilebilecegine karar verilmistir. Ikinci diizey DFA’ya iligkin standardize edilmis 
yol katsayilari incelendiginde, 6gretmenlerin sinif liderligini en iyi agiklayan alt 
fakt6rlerin sirasiyla; etkilesim (.93), sinif igi stirecler (.90), motivasyon (.81) ve 
okul disi siirecler (.78) oldugu gériilmektedir. 


Olcegin Giivenirligi ve Ayurt Ediciligi 

Olcek giivenirligini test etmek iizere ic tutarlilik katsayilar: ile dlcegin alt 
bilesenleri arasindaki korelasyonlar degerlendirilmistir. Analiz sonugclari Tablo 
4’te yer almaktadir. 
Tablo 4 
Olcek Faktérlerine liskin Gtivenirlik ve Korelasyon Analizi 


X SS a a oe eS 
te @acea 3.07 66 91 84 1 
2. Etkilesim 3.17 .79 84 .79 .92* 1 
3. Motivasyon 3.39 .78 81 74 .75* 64" ik 
4, Okul Disi Stirecler 2.58 .81  .73 73 .78* = 59* = 51* 1 
5. Sinif Ici Siirecler 3.02 81 .74 71 388" .72* 87" i59* 1 


n= 594; *p < .001 
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Olcegin tiimiine ve alt boyutlarina iligkin i¢ tutarlilik katsayilarmin .70’in 
tizerinde oldugu gériilmektedir. Alt bilesenlerin kendi aralarindaki ve dlcegin 
tiimti ile korelasyonunu gésteren degerler de Glgegin i¢ tutarliligimin yiksek 
oldugunu gdstermektedir. Olcek alt fakt6rleri arasmdaki korelasyon degerleri 
coklu baglanti agisindan incelendiginde, séz konusu degerlerin (r?<.5) faktér 
birlestirilmesini gerektirmedigi goriilmektedir (Biiyik6ztiirk, 2005). 

Olcegin ayrrt edicilik giiciinii test etmek iizere alt ve tist % 27'lik dilimlerden 
iki grup olusturulmustur. Bu iki grubun élcek puanlari arasindaki farklilasma 
bagimsiz 6rneklem f testi ile incelenmistir. Tablo 5’te ayirt edicilik igin ¢ testi 
sonuclari paylasilmaktadir. 


Tablo 5 
Ayut Edicilik icin t-testi Sonuclan 


Liderlik Diizeyi n x SS it 
. Distik 160 2.24 .26 
Olcek S7:315* 
Yiksek 160 3.90 .26 


*y < 001 


Tablo 5 incelendiginde 6lgegin tamami1 icin 6gretmen liderligi algisi diisiik 
ve yiiksek gruplarda yer alan 6grenciler arasindaki farklilasmanin istatistiksel 
olarak anlamli oldugu gériilmektedir. Buna gére dlcegin ayirt edicilik giicit 
yuksek bulunmustur. 


Tartisma ve Sonuclar 


Arastirma sonucunda, etkilesim, motivasyon, sinif igi stirecler ve okul 
digi strecler alt boyutlarindan olusan Glcegin, 6gretmenlerin sinif liderligini 
degerlendirmek tizere kullanilabilecek gecerli ve giivenilir bir 6l¢me araci oldu- 
guna iliskin kanitlar elde edilmistir. Arastirmanin tiimevarimci ve tumdengelim- 
ci bir yaklagimla tanimladi§1 ve istatistiksel olarak dogrulanan kuramsal model, 
6gretmen sinif liderligini; giiclii bir 6gretmen-dgrenci etkilesimi, 6grencilerin 
motive edilmesi, 6gretmenin giiclii bir 6gretim liderligi gdstermesi ve okul di- 
sinda da 6rencilerle etkilesimini stirdiirmesi alt boyutlarinda tanimlamaktadir. 
Ogretmenlerin sinif liderligini en iyi agiklayan alt fakt6rlerin sirasiyla; etkilesim, 
sinif ici siirecler, motivasyon ve okul dis siirecler oldugu belirlenmistir. Olcegin 
etkilesim alt boyutundan alinan yiiksek puan 6gretmen ve 6grenciler arasinda 
gicli bir pozitif etkilesimin; sinif igi surecler alt boyutundan alinan yiiksek puan, 
6gretmenin giiclii 6gretim liderligi Szellikleri gdsterdiginin; motivasyon alt boyu- 
tundan alinan yiiksek puan 6gretmenin 6grenciler icin iyi bir motivasyon sagladi- 
ginin ve okul disi siiregler alt boyutundan alinan yiiksek puan 6gretmenin liderlik 
6zelliklerinin okul disi stireclerde de giicli oldugunun géstergesidir. Alanyazinda 
da 6gretmenlerin sinif icinde ve sinif diginda 6grencilerle etkilesimini ve 6gren- 
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cilere liderligini 6gretmen sinif liderligi olarak tanimlayan benzeri galigmalara 
rastlanmaktadir (Cheng, 1994; Ertesvag, 2009; Pounder, 2014). 


Oéretmen liderligini 6lemeye yOnelik degerlendirme calismalari, genel ola- 
rak, 6gretmenin sadece sinif igerisindeki degil tim okul dtizeyindeki liderlik rol- 
lerine odaklanmaktadir (Beycioglu ve Arslan, 2010; Can, 2007; Demir, 2014). 
Beycioglu ve Arslan (2010) tarafindan yapilan calisgmada; “kurumsal gelisme”, 
“mesleki gelisim” ve “meslektaslarla isbirligi” boyutlarinda degerlendirme yapul- 
maktadir. Bununla birlikte s6z konusu ¢calismada “6grencilere giivenmek”, “6g- 
rencilere giiven vermek” gibi 6grenci ve 6gretmen etkilesimine yOnelik az sayida 
madde yer almaktadir. Benzeri sekilde, Can (2007) tarafindan yapilan arastirma 
da, giiclii bir okul kiilttiriintin olusmasina katki saglamak, karar siireclerine ka- 
tilmak, takim galigmalarima etkin katilim gibi okul diizeyindeki stireclere odak- 
lanmaktadir. Ancak daha sinirli da olsa; 6grencileri motive etmek, etkilemek ve 
simif liderligi rollerini yerine getirmek gibi sinif igi roller de vurgulanmaktadir. 
Demir (2014) tarafindan benzeri bir kavramsal cergevede yapilandirilan “6gret- 
men liderligi kiiltirii’nti 6lgmeye yGnelik calisgmada; “mesleki isbirligi”, “yOnetici 
destegi” ve “destekleyici caligma ortam” boyutlarina odaklanilmistir. OSretmen 
liderligi olgusunu genis bir ydnetsel baglamda ve 6gretmenler arasindaki 
etkilesime dayali olarak ele alan bu yaklasimin ilgili alan yazinda yaygin oldugu 
sdylenebilir (Muijs ve Harris, 2006; Sugg, 2013; York-Barr ve Duke, 2004). Bu- 
nunla birlikte sinif igine ve 6grenci 6gretmen etkilesimine odakli bir yaklasim 
da alanyazinda tartisilmaktadir (Apaydin, Vilkinas ve Cartan, 2011; Can, 2009; 
Cheng, 1994; Pounder, 2014; Yilmaz, Oguz ve Altinkurt, 2017). Bu ¢gergevede 
Ertesvag (2009) 6gretmen sinif liderliginin akademik destek ve duygusal destek 
boyutlari tizerinde durmaktadir. S6z konusu alt boyutlar, OSLO ile tanimlanan 
sinif igi stirecler, etkilesim ve motivasyon boyutlariyla benzerlik gdstermektedir. 
Ancak OSLO’niin 6Zretmen 6Zrenci etkilegimini simif ve okul digi siireglerde de 
degerlendirmesi bakimindan farklilastig1 s6ylenebilir. 


Ogretmen liderlizini 6Srenci ve 6Sretmen etkilesimine dayali olarak ele alan 
bazi caligsmalarda ise s6z konusu etkilesim, d6ntistimsel liderlik, 6gretimsel li- 
derlik, rekabetgi degerler gibi kavramsal yapilar tizerinden dolayli ya da sinirli 
olarak degerlendirildigi g6riilmektedir (Apaydin, Vilkinas ve Cartan, 2011; Ko- 
vag, 2011; Pounder, 2014; Pounder, 2006). Bu cergevede OSLO’niin, genellikle 
okulun yonetsel siireclerine odakh olarak degerlendirilen 6gretmen liderligini, 
6grenci ve 6gretmen etkilesimine odakli olarak ele almasi ve bu etkilesimin kav- 
ramsal cergevesini alt boyutlart ile birlikte kapsamli olarak degerlendirmeye im- 
kan tanimasi bakimindan ilgili alanyazina 6zgiin bir katki sagladigi sdylenebilir. 
Bu yoniiyle OSLO, 6%retmen liderli3i kavramini sinif ici siirecler boyutunda ele 
alan ve bu siirecleri 6Srenci gértislerine gére degerlendirmeye yardimci olacak 
gecerli ve giivenilir bir Glgme aracidir. 
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Oneriler 


Arastirma sonuclarina gére, 6leme aracinin tek faktérlti yapisi da kabul 
edilebilir diizeyde uyum degerleri géstermektedir. Buna gére farkli 6rneklem 
gruplari ile yapinin test edilmesi Gnerilebilir. Ayrica 6leegin 6gretmen drnekle- 
mi icin uyarlamasi yapilarak, sinif liderligine iliskin 6gretmen algilarini deger- 
lendirmeye y6nelik bir 6leme araci olarak yeniden tasarlanmasi, ampirik ¢alis- 
malar icin kullanim alanini genisletecektir. Benzeri sekilde 6lgegin, daha alt ve 
iist 63retim diizeyleri icin psikometrik 6zellikleri test edilebilir. Oleme aracinin, 
arastirmacilarin yani sira okul y6netimi stirecleri agisindan 6gretmenlerin sinif 
liderligi diizeylerinin belirlenmesi amaci ile uygulayicilar tarafindan kullanilmasi 
Onerilmektedir. Bu galisgma kapsaminda, d6gretmen sinif liderligini belirlemeye 
yonelik benzeri bir 6lcege rastlanamadigi icin benzer dlcek gecerliligi caligmasi 
gerceklestirilememistir. OSLO bundan sonraki 6gretmenin sinif ici liderlik rolle- 
rine odakhi calismalarda benzer Olgek gecerliligi igin kullanilabilir. 
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Ek: Ogretmen Sinif Liderligi Olcegi 


Litfen asagidaki 6gretmen davranislarini, genel olarak okulunuzda 


gozlemleme sikliginizi dikkate alarak, degerlendiriniz. 5 = 

Okulumuzdaki 6gretmenler genel olarak; g Ss 2 
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2: tiim 6grencilere adil davranirlar. 
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4. Ogrenciler arasinda sayginliga sahiptirler. 
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6. basari icin etkileyici telkinlerde bulunurlar. 
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8. 6grencilere yeni bakis agilari kazandirirlar. 
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10. 6grencilerin ders ve okul disindaki sorunlari ile ilgilenirler. 1 2 


nn 


12. dgrencilerle sosyal medya vb. dijital platformlarda etkilesim 1 2 3 4 
kurarlar. 
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14. 6grencilerle iyi bir iletigim kurarlar. 1 2 3 
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16. 6grencilere kargi hosg6riiliiditirler. 
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18. 6grencilere giivenirler. 
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20. d6grencilerin duygu ve diisiincelerine deger veriler. 
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22. — teknolojiyi iyi kullanirlar. 


= 
N 
w 
& 
wn 


24.  dersleri ilgi cekici hale getirirler. 
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